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Abstract 
	
This paper investigates the effect of parental involvement on their prescribed aspirations 
and beliefs for their children’s education, and subsequent learning outcomes. Using data from a 
field experiment conducted in India1, the paper finds that when an intervention is performed 
where parents are given information about their children’s educational standing, parents are 
significantly more likely to prescribe higher levels of aspirations and beliefs than their children. 
But over time, as parents receive information on actual test performance, these results persist for 
aspirations, but not for beliefs about how their children will do on future outcomes. Furthermore, 
there is no significant effect of parental involvement on their children’s realized educational 
outcomes. Finally, the paper explores whether the intervention involving parents leads to parents 
being more likely to be involved in their child’s learning activities at home. The results provide a 
useful context for how involving parents can influence educational outcomes for their children.  
 
 
 
 
 
 
 
																																																													
1 I completed a CITI Training Course on Area II: Social & Behavioral Research Investigators 
(PHSC) at Stage 1 to be certified to use this field data. The dataset was from surveys conducted 
by Priya Mukherjee in 2014, and had been cleaned and de-identified before I had access. 
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I. Introduction 
	
Children’s preferences and learning outcomes are shaped by their family, given the 
amount of time spent with their parents and siblings (Sui-Chi & Willms, 1996; Dizon-Ross, 
2018). Familial context may determine several aspects of a child's life: aspirations, emphasis on 
education, beliefs about the future, and so on. While there has been some research into familial 
involvement in children’s education, there are still unanswered questions in the literature that are 
worth exploring. For instance: is parental involvement useful, and if so, how? Do they get 
involved in learning activities, and encourage their children? Are their expectations about their 
children’s education aligned with their children? This paper seeks to provide answers for these 
questions, and pave a path for future research on these topics. In particular, using data from a 
field experiment on children’s learning outcomes, I will try to answer the following research 
questions: 
1. What is the effect of parental involvement (via an intervention where parents are given 
child’s test scores) on their prescribed aspirations and beliefs for their children?  
2. What is the effect of parental involvement (via an intervention where parents are given 
child’s test scores) on the child’s future test scores? 
I answer these two questions broadly by reviewing findings in the existing literature, and 
also conduct my own study that looks at these two relationships to prescribe a value to parental 
involvement in children’s education. By answering these research questions, I hope to contribute 
to the previous literature by expanding on the role of parental involvement and attitudes on 
children’s educational outcomes. As discussed below, less research focuses on the parent’s direct 
relationship with their child, and how this shapes incentives and outcomes.  
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The paper utilizes data from a field experiment conducted in India. The sample was 
randomly split into two groups. In the first group (henceforth referred to as the Parent group), 
parents were surveyed about their aspirations and beliefs for their children after being given 
information about their children’s previous outcomes. In the second group (henceforth referred 
to as the Child group), parents were not surveyed or involved, and the children were surveyed 
about their aspirations and beliefs. The surveys were conducted every week (for a total of 7 
weeks) during the learning camp. For each survey, both groups were given information about the 
child’s previous test score before they were subsequently asked about their aspirations and 
beliefs for future test scores. In addition to measuring these responses, the experiment also 
collected data on all of the test scores to look at educational outcomes. In addition to test scores 
and test aspirations/beliefs, the experiment also collected the same data with homework 
assignments, and the level of parental involvement at home during the course of the learning 
camp. 
This paper finds that parents are likely to report higher levels of aspirations for their 
children’s educational outcomes than children do on their own. Furthermore, there is a 
significant heterogeneous effect by gender, and parents are more likely to aspire higher for their 
child when that child is male rather than when that child is female. Parents are also likely to 
respond with significantly higher levels of beliefs for their children’s educational outcomes than 
their children. This paper finds no significant effect overall for parental involvement on 
children’s realized test scores, but does find some heterogeneous effects. 
This paper also explores several mechanisms to explain the main results found in the 
various empirical specifications. Parents act similarly in their aspirations and beliefs with 
homework assignments as they do for test scores, but parents are likely to be more realistic for 
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homework assignments. Furthermore, the effects persist over time and are not likely to fade 
away as time goes on. The paper also looks at how parents act at home when they are being 
involved in their children’s education, and finds that they are more likely to encourage their child 
to study at home when they are involved. All of these results provide insight on how to best 
involve parents and keep them aligned with their children on their children’s education, to best 
improve educational outcomes. 
II. Literature Review 
	
Analysis of Previous Literature 
	
The topic of aspirations, and how these may link to real outcomes has been receiving 
increasing attention in recent years. Theoretical work suggests a link between the condition of 
poverty and the ability of individuals to have aspirations about their future outcomes. Ray (2003) 
makes the argument that the condition of poverty is plays the role of being both a partial cause of 
aspirations failure and a partial result of aspirations failure, rather than a clear linear link. In his 
paper, he notes how aspirations may be socially determined by conditions and experiences of 
that particular individual and their environment. Both a large aspirations gap and a small 
aspirations gap can influence the amount of investment an individual puts into their own 
conditions. Ray supplements this research with an additional aspect of inequality and how 
aspirations, income, and the distribution of income need to develop jointly (Genicot & Ray, 
2017). Furthermore, there is evidence of a gender bias against girls in education in certain 
developing countries, influenced by a parent’s lack of aspirations or willingness to invest 
(Dercon & Singh, 2012). 
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(Bernard et al., 2008). attempts to test the aspirations theory proposed by Ray. It finds 
that there are several problems to empirically test the aspirations failure problem. First, there are 
potential measurement issues from examining aspirations from observed behavior. Second, there 
are potential identification issues in determining a causal relationship without potentially 
confounding factors influencing the results. The paper notes that a specific way to avoid both of 
these issues is to measure aspirations through an experiment that can influence the aspiration 
window that Ray describes independently of an individual’s characteristics or socio-economic 
position.  
It is important to note that there may be certain barriers that prevent parents from being 
able to accurately make predictions about their children’s educational capacity and access to 
resources (Banerjee et al., 2010). In an initial survey to raise awareness on educational resources, 
they found that parents ranked education as fifth in terms of problems in their village. 
Furthermore, parents vastly overestimated the literacy of children in their village, and were 
unaware of the access to certain resources and committees that focus on improving education in 
the area. In developing countries, adults have low literacy rates and low levels of educational 
attainment, so this impacts their ability to make judgments about their children’s education 
(UNESCO, 2013).  
Some papers in the literature suggest that family structure has broad effects on children’s 
outcomes that span beyond education. For example, adolescents are more likely to be delinquent 
in single-parent families than in a family where both biological parents are present (Demuth & 
Brown, 2004). Family structure also plays a significant role on adolescent sexual decision-
making. Better parental involvement through aspects such as dinnertime or relationship quality 
leads to a lower likelihood of that adolescent initiating sexual activities (Pearson et al., 2006). 
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There are also broad behavioral impacts of growing up with various family structures. For 
example, children who spent more time in a single-family environment growing up exhibited a 
greater likelihood of having behavioral and cognitive issues (Carlson & Corcoran, 2001).  
This area of research suggests that there is a significant role that parents play on 
children’s outcomes. Dizon-Ross (2018) expands on this literature to conduct a study examining 
whether parents have accurate information about their children’s educational performance. She 
first shows that parents have inaccurate information and beliefs about their children’s educational 
capacity and school performance. This inaccuracy determines several decisions that parents 
make about their children’s involvement in education. The paper conducts a simple 
informational intervention by giving accurate information to parents. This led parents to shift 
their beliefs and decision-making when it came to their children’s education.  
More recent literature expands on the economics of parenting broadly and the findings 
related to parent-child interactions. Parenting style plays a role on children’s outcomes and the 
overall relationship between parents and children. The three main parenting styles are 
permissive, authoritarian, and authoritative. Economic conditions, such as inequality, can 
influence the type of parenting style that is utilized by parents (Doepke et al., 2019). 
Furthermore, information interventions can inform choices that parents making about their 
children, especially when these choices deal with their children’s education (Barrera-Osorio et 
al., 2018).  
The level of educational attainment held by the household head can also explain 
difference’s in children’s outcomes in education, like varying test scores. Research on this topic 
differentiates between the impacts of the household head and the impacts of the biological 
parents, which suggests that education is more influenced by social factors rather than biological 
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preconditions (Lloyd & Blane, 1996). Parenting style also plays a role in how children perceive 
their own abilities and willingness to act self-reliantly. A particularly study shows that an 
authoritative parenting style is most effective in fostering adolescent personal and social 
responsibility, while still being able to maintain a healthy level of autonomy (Glasgow et al., 
1997). An effective style of parenting is necessary for parental involvement to make a positive 
impact on a child’s life, and one effective style of parenting is focusing on positive enthusiasm 
(Zellman & Waterman, 1998). 
Asymmetry of information between groups of people in education may influence 
outcomes. Certain evidence suggests that providing information on crucial resources improves 
the access to those public services. For example, an intervention in a public education setting 
leads to a different outcome than when the same intervention is conducted in a private school 
setting (Andrabi et al. 2014). There are several frictions that affect this asymmetry of information 
between parents and schooling systems. One factor that has been hypothesized to make an 
impact is the socioeconomic status of the parents. This is not supported by evidence, because 
research has found that parents from lower socioeconomic background had similar levels of 
involvement in their children’s education (Sui-Chu & Willms, 1996). 
Interestingly, Sui-Chu & Willms (1996) found that parental involvement can lead to 
better realized test scores for their children. They look at the effect of four different types of 
Parental Involvement: Home Discussion, Home Supervision, School Communication, and 
School Participation. They find that home discussion plays the largest role in increasing 
children’s realized test scores. Even though this was a result on an individual household level, 
they also find that the more important factor in determining children’s test scores was the overall 
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level of parental involvement and communication in the schools, rather than that child’s specific 
parent. 
There are several other factors that play a role in children’s educational outcomes, 
whether it is their perception of their abilities or their academic achievements through test scores. 
For example, a randomized study found that moving from a high-poverty to a low-poverty 
neighborhood was associated with positive results on adolescent test scores (Leventhal & 
Brooks-Gunn, 2004). Family size/number of siblings has an inverse relationship with children’s 
educational outcomes in that particular family. The main explanation is the diminishing marginal 
returns of the family resources for each individual child in the family. Parental resources may be 
the primary explanation for why number of siblings correlates with worse individual academic 
performance (Downey, 1995). 
Dobronyi et al. (2017) conduct a large-scale experiment similar to the research being 
done in the paper today. They conduct two goal-setting interventions in a sample of 
undergraduate students at a university. Their research finds no evidence of an effect on 
educational outcomes like GPA or course credits. Their framework does not look at how parental 
involvement can make a salient difference in the goal-setting of the students. These students 
were also in a position where they felt academically competent, rather than needing an 
intervention to improve their educational position. Specifically, more research is necessary to 
determine how children are shaped in their educational attainment by their parental involvement 
and aspirations. 
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Contribution to Literature 
	
This paper contributes to the literature in a few ways. First, it utilizes an intervention that 
directly provides information to the parent about their child’s educational standing in a way that 
is salient to them. Second, it focuses on a location within a developing country, which provides 
unique evidence for future policy implications about adult literacy and education systems. Third, 
it tracks aspirations and beliefs simultaneously, so it can look at the degree of cognitive 
dissonance among parents between what they aspire and what they believe. Finally, while there 
has been some literature about the effect of parental aspirations on children, this paper directly 
compares the level of aspiration and belief between parents and children to look at differences.  
III. Experimental Setting 
	
The study was conducted from September 2013 to the summer of 2014 with 
approximately 1,000 students and their parents from 19 villages near the district of Rajasthan, 
India. These villages are: Gundoj, Kanelaw, Kherwa, Utwan, Balelaw, Kerla, Shivpura, 
Someshar, Raipuriya, Kharda, Deoli Pabuji, Sawaipura, Nimali Bharmna, Bassi, Pati, Changawa, 
Ganwada, Endelawaas, and Gajangarh. All of these villages were within a 100-kilometer radius 
of the Pali district headquarters. The sample consisted of all children enrolled in the village 
school in grades 6 through 8. Of these children, 558 of the students were male and 457 of the 
students were female. 
Rajasthan is a suitable choice to explore the effect of parental involvement in children’s 
educational outcomes and aspirations for a few reasons. First, India has been following other 
developing countries in proposing policies to increase adult literacy rates. For example, in 2009, 
India launched the Saakshar Bharat adult literacy campaign. This campaign’s goals were two-
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fold: first, the campaign sought to bring a baseline level of literacy skills to 70 million adults in 
India and second, the campaign sought to reduce the gender gap in adult literacy rates 
(UNESCO, 2016). However, in Rajasthan, according to the 2011 Census, the literacy rate for 
males was 79.19% and the literacy rate for females was 52.12%, so there is still a significant 
gender gap in literacy rates in this state (Census 2011). Given this, it will be particularly salient 
to examine the effects of this specific intervention of giving them their children’s test scores 
because the adult literacy campaign has failed to make a significant impact. 
Furthermore, Rajasthan has been making active efforts to improve education access to 
children, especially girls. There are two main initiatives that Rajasthan tried to implement with a 
focus on community participation. One is the Shiksha Karmi Project (SKP) and the other is the 
Rajasthan Lok Jumbish. SKP was initiated in 1987 with the basic goal of improving access to 
basic education in rural and remote areas. Rajasthan Lok Jumbish was initiated in 1992 with 
similar goals as the SKP, but specifically focusing on unutilized capacities within the education 
system through low enrollment and participation rates (Ramachandran, 2001). Both programs 
demonstrate that there is a heightened level of community involvement in Rajasthan’s education, 
and studying parent’s aspirations and beliefs could potentially reflect the success or failure of 
these programs.  
Table 1 provides estimates for the means and standard deviation for individual and 
household level characteristics for the study sample. The first three columns display the values 
for when the parent was surveyed, and the second three columns displays the values for when the 
parent was not surveyed. Note that the sample sizes are slightly different because the non-parent 
category also consists of the pure control group, so there are 4 treatment groups in the sample 
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rather than the 3 treatment groups that had a parent intervention. This will be further explained in 
Section IV.  
There are a few important points to note from the table. In both the treatment and the 
control groups, the highest level of schooling for the male in the household is higher than the 
highest level of schooling for the female in the household. Males are, on average, likely to be 
above Grade 7, but females are, on average, only likely to be above Grade 5. Furthermore, both 
samples have around 54-55% male children, so male children are a slight majority over female 
children. Both samples have nearly 3 children per household, and 6 household members total.  
Table 2 shows the individual and household characteristics for the entire sample, 
delineated by gender. One of the biggest things to note from the table is that when the sample 
consists of male children, the females in those households are not likely to have a high level of 
schooling compared to the male being sampled. When male children are sampled, the female in 
the same household has, on average, completed Grade 4. Conversely, when the sample consists 
of female children, male children in those same households are on par with a similar level of 
schooling as the female. When female children are sampled, the male in the same household has, 
on average, completed Grade 6. Female children come from households that have a higher 
number of members engaged in agriculture than the male children. Both male children and 
female children come from relatively large households with an average of 6 members.  
IV. Experimental Design 
	
The study sample came from villages close to the district of Rajasthan, Pali. These 
villages were chosen based on its proximity to Pali and whether or not there was a village 
primary school with a volunteer teacher. All of the villages sampled for the study were within a 
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100-kilometer radius of Pali. The sample consisted of 1000 students from 19 different villages. 
These students were enrolled in either grade 6, grade 7, or grade 8 at their respective village 
school.  
These children were then randomly assigned to control and treatment groups for the main 
experiment. None of the students or parents refused consent to be part of the study and the 
learning camp. Students were randomly assigned to seven groups: three of the groups were 
“parent-child” joint pairs, three of the groups were “child-only” treatment groups, and one group 
was the pure control group, where children were not asked about beliefs or aspirations, but for 
whom test scores and other survey responses were recorded. The treatment and control groups 
are henceforth referred to as: Parent, Child, and Pure Control. This study focuses on differences 
between Parent group and the Child groups, and examines the effect of parental intervention.2 
In the Fall of 2013, a list of all of the students in grade 6 through grade 8 from the school 
rosters at the 19 villages were collected. After these lists were collected, an initial household 
survey was conducted for each of these students. At this point of time, subjects were not aware 
of the study involving the learning camp. The questionnaire collected data on household 
information such as number of children, parent occupations, and whether or not the household is 
engaged in agriculture. The initial long-run survey was conducted in the middle of January 2014, 
and the learning camp began about a month after. Figure 1 reports a basic timeline of the overall 
experiment and data collection. Table 3 reports the results of balance tests and provides p-values 
for an F test of joint significance on baseline covariates.  
																																																													
2 There were seven groups in this experiment because there were simultaneous sub-experiments 
happening during the learning camp related to gender and caste primes, so these seven groups 
correspond to different primes. See Mukherjee (2018) for more information. These sub-
experiments are orthogonal to this study, and as such, for the purposes of this paper, we will only 
be referring to three main groups: Parent, Child, and Pure Control.  
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This experiment looked at differences between when the Parent is the main respondent 
(in the Parent treatment groups) and when the Child is the main respondent (in Child treatment 
groups). Subjects were asked about their life aspirations and their life beliefs. The child was 
primed and surveyed at their school, and the parent was primed and surveyed at their household. 
Parents were able to consult with their child while answering questions. 
To be able to study real educational outcomes, a Learning Camp was established at each 
of the 19 village schools with the assistance of two NGOs, Pratham and Educate Girls. Pratham 
is a Delhi-based NGO that assisted in creating the curriculum content and testing tools for the 
camp. These tools include tests, homework assignments, workbooks, etc. Educate Girls was the 
primary partner for the experiment, and they provided the volunteer teachers and trained those 
teachers to teach using the learning materials that Pratham provided. The classes were held 
during school hours for three hours a week. A pre-test was conducted before the camp began, 
and these pre-test scores were used as a control variable for this experiment. 
The content and timing of the learning camp was designed with the overall experiment’s 
goals in mind. The topics for the learning camp were divided into sub-topics that could be taught 
over approximately ten to twelve days. At the end of the ten to twelve days, students were tested 
on that sub-topic by the research team at the village school. Before the test was conducted, the 
research team conducted a survey asking the child, or the parent-child pair, about their 
aspirations and beliefs about the upcoming test.  
The test consisted of 5 questions worth 3 points each, for a total of 15 points. The tests 
were graded immediately after being administered to the students by graders hired by the 
research team. Subjects (either the parent or child depending on the treatment group) were told 
about the previous test score before being asked about their aspirations and beliefs for the next 
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test. There were seven total tests conducted during the learning camp, so test score aspirations 
and test score beliefs were measured seven times. At the end of the learning camp, the research 
team conducted a follow-up survey to collect information about friendship networks and parental 
involvement in learning at home for the child.  
The timing of the experiment was purposefully done in a way to look similar to parental 
involvement in real circumstances. Each time period began with the information intervention 
with the parent or child receiving the previous score, so this information could adequately shape 
their responses about aspirations and beliefs for the following tests. This allows us to measure 
the level of effort put in by the child or parent to change their outcome in the next time period. 
This effort is measured and analyzed in Section VII as an additional way to explain differences 
in aspirations and beliefs between parents and children.  
An example of the test belief and test aspiration questions is shown below. Note that the 
order of the aspiration and belief questions was randomly assigned to subjects within each 
treatment and control group. Depending on the order of the questions, the phrasing varied 
slightly. The phrasing also varied depending on whether the question was being answered by a 
parent or a child. These questions about aspirations and beliefs were asked after any potential 
priming questions about gender or caste.  
Scenario 1: Aspiration Question is asked before Belief Question for Child 
1. [Aspiration] “What is your aspiration for the test score out of 15 points that will be held 
as part of the learning camp at school?” 
	 19 
2. [Belief] “You just told me that you aspire to obtain [x]/15 points on the next test. What 
do you believe will happen – that is, what score out of 15 do you believe you will be able 
to obtain on the next test?” 
Scenario 2: Belief Question is asked before Aspiration Question for Child 
3. [Belief] “What do you believe will happen – that is, what score out of 15 do you believe 
you will be able to obtain on the next test?” 
4. [Aspiration] “You just told me that you believe you will be able to obtain [x]/15 points 
on the next test. What is your aspiration for the next test score out of 15 that you would 
like to obtain?” 
Scenario 3: Aspiration Question is asked before Belief Question for Parent 
1. [Aspiration] “What is your aspiration for [Child’s Name] next test score – that is, what is 
your aspiration for the score out of 15 that you would like for [Child Name] to obtain?”  
2.  [Belief] “You just told me that you aspire for [Child’s Name] to [x]/15 points on the next 
test. What do you believe will happen – that is, what test score out of 15 do you believe 
[Child’s Name] will be able to obtain on the next test that will be held as part of the 
learning camp at school?” 
Scenario 4: Belief Question is asked before Aspiration Question for Parent 
3. [Belief] “What do you believe will happen – that is, what score out of 15 do you believe 
[Child’s Name] will be able to obtain on the next test that will be held as part of the 
learning camp at school?” 
4. [Aspiration] “You just told me that you believe that [Child’s Name] will be able to 
obtain [x]/15 points on the next test. What is your aspiration for [Child’s Name]’s next 
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test score – that is, what is your aspiration for the score out of 15 you would like [Child’s 
Name] to obtain?”  
In order to look at intermediate outcomes and mechanisms, a further survey for parents 
was also conducted to look at homework aspirations and beliefs. Homework aspirations and 
homework beliefs were collected, and previous homework scores were given to the child or 
parent (depending on the treatment group) before asking about their future aspirations and beliefs 
for those homework assignments. Homework assignments were graded out of three points. Other 
variables were collected during the experiment as well, including their attendance over the 
course of the learning camp. These additional variables were also utilized in this study as 
potential outcome variables of parental involvement.  
Parents were surveyed about their aspirations and beliefs for their children’s homework 
score outcomes in the same way that they were surveyed about their children’s test score 
outcomes. An example of the homework belief and homework aspiration questions is shown 
below. As before, the order of the aspiration and belief questions were randomly assigned in the 
same way they were assigned to the test belief and test aspiration questions. Depending on the 
order of the questions and who the questions were being directed to (parent or child), the 
phrasing varied slightly.  
Scenario 1: Aspiration Question is asked before Belief Question for Child  
1.  [Aspiration] “In the math camp, on the next topic, the teacher will give you two 
homework assignments. Each assignment will have three questions. What is your 
aspiration – that is, in the next two homework assignments, out of 6, how many questions 
do you aspire to answer correctly?” 
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2. [Belief] “You just told me that you aspire to answer [x]/6 questions correctly on the next 
two homework assignments. What do you believe will happen – that is, how many 
questions out of 6 do you believe you will be able to answer correctly on the next two 
homework assignments?” 
Scenario 2: Belief Question is asked before Aspiration Question for Child  
1.  [Belief] “In the math camp, on the next topic, the teacher will give you two homework 
assignments. Each assignment will have three questions. What is your belief – that is, in 
the next two homework assignments, out of 6, how many questions do you believe you 
will be able to answer correctly?” 
2. [Aspiration] “You just told me that you believe you will be able to answer [x]/6 
questions correctly on the next two homework assignments. What is your aspiration – 
that is, how many questions out of 6 do you aspire to answer correctly?”   
Scenario 3: Aspiration Question is asked before Belief Question for Parent 
1.  [Aspiration] “In the math camp, on the next topic, the teacher will give [Child’s Name] 
two homework assignments. Each assignment will have three question. What is your 
aspiration – that is, in the next two homework assignments, out of 6, how many questions 
do you aspire for [Child’s Name] to answer correctly?” 
2. [Belief] “You just told me that you aspire for [Child’s Name] to answer [x]/6 questions 
correctly on the next two homework assignments. What do you believe will happen – that 
is, how many questions out of 6 do you believe [Child’s Name] will be able to answer 
correctly on the next two homework assignments?” 
Scenario 4: Belief Question is asked before Aspiration Question for Parent  
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1. [Belief] “In the math camp, on the next topic, the teacher will give [Child’s Name] two 
homework assignments. Each assignment will have three questions. What is your belief – 
that is, in the next two homework assignments, out of 6, how many questions do you 
believe [Child’s Name] will be able to answer correctly?” 
2. [Aspiration] “You just told me that you believe for [Child’s Name] to answer [x]/6 
questions correctly on the next two homework assignments. What is your aspiration – 
that is, how many questions out of 6 do you aspire for [Child’s Name] to answer 
correctly?”  
One important thing to note is that although the assignment of the parent treatment group 
was randomly assigned, whether or not it was the mother or the father being surveyed was not 
randomly assigned. Depending on who was in the household or available when the surveyor 
initially went to the households, the available parental figure that was surveyed for the 
experiment and became the primary respondent. This could have potentially affected the 
outcome variables this paper studies by emphasizing one parent over the other. Table 4 tabulates 
when the parent variable was the father being surveyed, and when the parent variable was the 
mother being surveyed. Note that for each child, their mother could be surveyed and their father 
could be surveyed on different surveys for different time periods. 
V. Results 
	
The overall paper hypothesizes that parent’s aspirations and beliefs for their children will 
be higher than their children’s aspirations and beliefs. Furthermore, the paper hypothesizes that 
the information intervention will be salient and lead to parents and children changing their 
responses as time goes on. This section describes the results for four main outcome variables 
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after the implementation of the experiment via the learning camp. Parental involvement was 
measured by whether or not there was a transfer of information about the child’s test scores, 
followed up by a survey about their aspirations and beliefs for future tests. The experiment was 
conducted over a period of ten weeks as described in Section IV.  
Test Aspirations 
	
The empirical specification to estimate the effects of parental involvement on their 
prescribed aspirations for their child on future tests is as follows: 
!"#$% = 	() +	(+,-./01"#$ + 2"#$3 4 + 5"# +	6% +	7"#$%																																																																	(1) 
The dependent variable is (st_testa)sgit, which is the standardization of test aspirations for 
children’s future test scores for child i in grade g in school (village) s for a specific time period t. 
Parent is a dummy variable for whether or not the parent was surveyed. Xsgi is a vector of 
individual and household level controls, vsg and σt are grade by school, and time period fixed 
effects, respectively. εsgit is an individual and time specific error term. The effect of parental 
involvement is the parameter of interest, and is given by β1.  
The paper also hypothesizes that there will be differences in aspirations and beliefs 
responses between mothers and fathers, so in order to look at these differences, a separate 
empirical specification was estimated for each of the main outcome variables. The empirical 
specification to estimate the effects of mother and father involvement on their prescribed 
aspirations for their child on future tests is as follows: 
!"#$% = 	() +	(+;-1ℎ/."#$ + (=>?1ℎ/."#$ 	+ 2"#$3 4 + 5"# +	6% +	7"#$%																																						(2) 
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With the mother and father empirical specifications, mother and father are run as 
independent variables simultaneously in order to compare each of the treatments with the control 
group of the children being surveyed. The effect of father’s involvement is the first parameter of 
interest, and it is given by β1. The effect of mother’s involvement is the second parameter of 
interest, and it is given by β2. However, we should note here that the gender of the parent being 
surveyed had not been randomized, and hence it is plausible that these coefficients are not 
strictly causal.  
The results are presented in Table 5. The first three columns provide coefficient estimates 
for the parent dummy, and the last three columns provide coefficient estimates for the mother 
and father dummies. Columns (2) and (5) include controls for pre-test score, a dummy for 
whether or not the child was male and a dummy for whether or not the aspirations question was 
asked first or second. Column (3) includes an interaction variable between parent and male in 
order to look at heterogeneous effects by gender. Column (6) includes two interaction variables, 
one between father and male and one between mother and male to look at heterogeneous effects 
by gender. s 
Column (1) shows that parents are statistically more likely to aspire for higher scores for 
the next test than their children by 0.149 standard deviations. This effect persists even after 
adding the various control variables and the interaction variable, although the effect becomes less 
significant. Column (3) shows that even after adding the various control variables, parents aspire 
for higher test scores than their children by 0.138 standard deviations. The effect becomes less 
significant once the interaction variable between parent and male is included, and this suggests 
that the results are driven by parents’ higher aspirations for their male children, rather than their 
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female children. Parents are less likely to aspire for higher test scores in the future than their 
child when the child is female.  
It is important to note that the pre-test score is the primary determinant for whether or not 
a parent is likely to aspire more for their children. Column (2) demonstrates that if the pre-test 
score is higher, the level of aspirations for the future test score is likely to be higher by 0.236 
standard deviations. Furthermore, the order of the questions does seem to matter in the way that 
parents answer the questions. If the aspiration question is asked before beliefs, it is likely to lead 
to a lower level of aspirations for the next test by 0.154 standard deviations, as shown in Column 
(2).  
Test Beliefs 
	
The model estimated to look at test beliefs is the same as Equation (1), but where the 
outcome variable is (st_testb)sgit , which is the standardization of test beliefs for children’s future 
test scores for child i in grade g in school (village) s for a specific time period t.  
This section also looks at the differences between mother and father by utilizing the same 
models as Equation (2). With the mother and father empirical specifications, mother and father 
are run as independent variables simultaneously in order to compare each of the treatments with 
the control group of the children being surveyed. The effect of father’s involvement is the first 
parameter of interest, and it is given by β1. The effect of mother’s involvement is the second 
parameter of interest, and it is given by β2. 
The results are presented in Table 6. First, we see that parents respond with a 
significantly higher level of beliefs for their child’s future test scores than their children. Column 
(1) and (2) show that parents are likely to respond to surveys with higher levels of beliefs for the 
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future test scores than their children, by 0.129 and 0.133 standard deviations, respectively. 
However, once the interaction variable between parent and male is introduced to the empirical 
specification in Column (3), the effect is no longer statistically significant and parents are only 
likely to respond with higher levels of beliefs by 0.0994 standard deviations. This suggests that 
the first two columns’ results are entirely driven by parents and their male children, and there are 
significant heterogeneous effects by gender.  
Distinguishing by mother and father suggests similar results to the parent outcomes. 
Mothers and fathers are likely to respond with higher levels of beliefs for the future test scores 
than their children, with mothers responding with slightly higher levels of beliefs than fathers. 
Column (2) includes the various control variables and shows that mothers are likely to believe 
more for the next test than their children by 0.149 standard deviations, and fathers are likely to 
believe more for the next test than their children by 0.125 standard deviations. Both of these 
results are significant at the 5% significance level. However, once the interaction variables 
between mother and male and father and male are added to the specification, both of the effects 
of mother and father lose their statistical significance. This suggests similarly to before that the 
results in Column (4) and Column (5) are entirely driven by mothers and their male children, and 
fathers and their male children.  
Gap Between Test Aspirations and Test Beliefs 
	
The gap between test aspirations and test beliefs is a particularly important outcome 
variable to look at because it can give information about the degree of optimism and cognitive 
dissonance in the survey responses from parents or children. Previous literature has not studied 
this specific gap between aspirations and beliefs, so this can provide unique insight for future 
	 27 
research. This paper hypothesizes that the gap between test aspirations and test beliefs will be 
larger for the Parent group than the Child group. 
The empirical specification to estimate the effects of parental involvement on the 
difference between their prescribed aspirations and their prescribed beliefs for their child on 
future tests is the same model as Equation (1). The dependent variable is (st_testab)sgit , which is 
the standardization of the difference between test aspirations and test beliefs for children’s future 
test scores for child i in grade g in school (village) s for a specific time period t. The 
standardization was done by taking the difference between test aspirations and test beliefs (testa 
– testb) and standardizing the difference with respect to the comparison group, that is, the group 
where a parent was not involved in the Math Camp. The empirical specification to estimate by 
mother and father is the same model as Equation (2). 
 The results are presented in Table 7, and we see that that there are no significant 
difference between the gap of parents’ prescribed aspirations and prescribed beliefs and the gap 
of their children’s prescribed aspirations and prescribed beliefs.  
Children’s Realized Test Scores 
	
The empirical specification to estimate the effects of parental involvement on children’s 
realized test scores is the same as Equation (1), where y is (st_score)sgit ,which is the 
standardization of children’s test scores for child i in grade g in school (village) s for a specific 
time period t. These test scores are standardized with respect to the comparison group, that is, the 
group where a parent was not involved in the Math Camp. This includes the pure control group 
and the child-only treatment groups. Parent is a dummy variable for whether or not the parent 
was surveyed. The effect of parental involvement is the parameter of interest, and is given by β1. 
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The empirical specification from Equation (2) was used to estimate coefficients on mothers and 
fathers. 
The results are presented in Table 8. The first three columns give coefficient estimates for 
the parent dummy, and the second three columns give coefficient estimates for the mother and 
father dummies. Columns (2) and (5) include controls for pre-test score, a dummy for whether or 
not the child was male and a dummy for whether or not the aspirations question was asked first 
or second. Column (3) includes an interaction variable between parent and male in order to look 
at heterogeneous effects by gender. Column (6) includes two interaction variables, one between 
father and male and one between mother and male to look at heterogeneous effects by gender.  
The table shows that, overall, involving parents through an intervention and giving them 
previous test scores does not lead to better test scores for their children. When parents are 
surveyed, children’s realized test scores are neither economically nor statistically significant. 
Furthermore, this effect becomes smaller once the various control variables and the interaction 
variable is added to the empirical specification. The most direct relationship is between the 
child’s pre-test scores and the child’s realized test scores. This intuitively makes sense because 
the pre-test score is an indicator that predicts how much knowledge the child already has on the 
subject being studied (in this case, math). 
The more interesting aspect of this table is that when the empirical specification includes 
separate dummies for mother and father. There does seem to be an effect on involving mothers 
and fathers on their children’s realized test scores. Column (4) shows that when fathers are 
surveyed, they are likely to increase their children’s realized test scores by 0.0885 standard 
deviations, at the 10% significance level. When mothers are surveyed, they are likely to increase 
their children’s realized test scores by 0.150 standard deviations at the 5% significance level. 
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Mothers have a more significant effect on their children’s test scores than fathers. However, both 
of these results lose significance once the various control variables are added in Columns (5) and 
(6). In fact, Column (6) shows that once the interaction variables between father and male and 
mother and male are added, fathers have a negative effect on their children’s realized test scores 
by 0.0191 standard deviations. 
VI. Discussion 
	
The results demonstrate that parental involvement has some level of impact on the way 
parents interact with their children’s education. Parental involvement is less salient when it 
comes to the children’s realized test scores, but more impactful when looking at the way parents 
approach their children’s education. Parents are more likely to aspire for higher test scores than 
their children, and parents are also more likely to believe in higher test scores than their children. 
Furthermore, the regression results on the gap between aspirations and beliefs demonstrates that 
parents are not more optimistic than their children, and the gap between their aspirations and 
beliefs is not significantly different than the gap between their children’s aspirations and beliefs. 
The order of whether or not aspirations are asked before beliefs seems to have a significant 
impact on how parents respond about their children’s test aspirations, but not how parents 
respond about their children’s test beliefs. 
The results also provide some evidence on a heterogeneous effect by gender. Using data 
from the interaction variable between parent and male, the model with the interaction variables 
do show that the higher levels of aspirations and beliefs reported by parents is almost entirely 
driven by the parents’ male children. This is especially true when looking at fathers specifically. 
Interestingly, even though parental involvement overall shows no effect on children’s realized 
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test scores, mothers do have a significant effect. Mothers are also more likely to be more 
optimistic about their children’s future test scores (via the gap between test aspirations and test 
beliefs). Fathers’ test aspirations are not significantly different from their children’s test 
aspirations, whereas mothers’ test aspirations are. These results present an interesting question 
about why there are these significant differences between mothers and fathers in their survey 
answers and education impacts. 
VII. Mechanisms 
	
Perhaps parents are more optimistic about their children’s educational outcomes than 
their children are because parents do not see the actual content of the tests or take the tests. One 
of the ways to explore this explanation is to see if there are differences between the way parents 
express their aspirations and beliefs about their children’s test scores and the way parents express 
their aspirations and beliefs about their children’s homework scores. Parents have an opportunity 
to look at the content and difficult of homework assignments at home, as well as work with their 
child to examine how well their child is able to work through the homework. This could 
potentially change the way parents aspire and believe about these assignments compared to the 
tests.  
Homework Aspirations 
	
The empirical specification to estimate the effects of parental involvement on their 
prescribed aspirations for their child on future homework assignments is the same as Equation 
(1). The dependent variable is (st_hwa)sgit, which is the standardization of homework aspirations 
for children’s future homework assignment scores for child i in grade g in school (village) s for a 
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specific time period t. The effect of parental involvement is the parameter of interest, and is 
given by β1.  
This section also utilizes the same model as Equation (2) in order to look at differences 
between mothers and fathers. With the mother and father empirical specifications, mother and 
father are run as independent variables simultaneously in order to compare each of the treatments 
with the control group of the children being surveyed. The effect of father’s involvement is the 
first parameter of interest, and it is given by β1. The effect of mother’s involvement is the second 
parameter of interest, and it is given by β2. 
The results are presented in Table 9. The first three columns give coefficient estimates for 
the parent dummy, and the second three columns give coefficient estimates for the mother and 
father dummies. Columns (2) and (5) include controls for pre-test score, a dummy for whether or 
not the child was male and a dummy for whether or not the aspirations question was asked first 
or second. Column (3) includes an interaction variable between parent and male in order to look 
at heterogeneous effects by gender. Column (6) includes two interaction variables, one between 
father and male and one between mother and male to look at heterogeneous effects by gender. 
The results show that parents are more likely to aspire more for their children’s 
homework outcomes than their children. All three of the parent columns demonstrate a 
statistically significant difference between parent’s aspirations and children’s aspirations on 
homework assignments. After including all of the control variables, parents are likely to aspire 
more for their children’s homework assignments by 0.189 standard deviations, as shown in 
Column (2). Unlike with test aspirations, the inclusion of the interaction variable in Column (3) 
does not lower the significance of the parental involvement for homework aspirations. It actually 
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increases the significance by making parents more likely to aspire more than their children by 
0.268 standard deviations. 
Differentiating by mother and father shows similar results to the parent variable. Both 
mothers and fathers are likely to aspire more for their children’s homework outcomes. All of the 
results are statistically significant, even after adding the various control variables. In fact, when 
adding the two interaction variables between mother and male and father and male to the 
empirical specification, the significance of involving fathers and mothers goes up. Column (6) 
shows that fathers and mothers are likely to aspire more for their children’s homework 
assignments by 0.251 and 0.309 standard deviations, respectively. 
Homework Beliefs 
	
The empirical specification to estimate the effects of parental involvement on their 
prescribed beliefs for their child on future homework assignments is the same as Equation (1). 
The dependent variable is (st_hwb)sgit , which is the standardization of homework beliefs for 
children’s future homework assignment scores for child i in grade g in school (village) s for a 
specific time period t. The empirical specification from Equation (2) was also utilized to look at 
how the results can change between mothers and fathers. 
The results are presented in Table 10. The results demonstrate that parents are more 
likely to report higher prescribed beliefs for their children’s homework assignments than their 
children. Furthermore, these results are more statistically significant than the results shown for 
parents’ test beliefs. Pre-test score seems to matter for whether or not parents report higher test 
beliefs, but what is even more interesting is that when the interaction variable is added to the 
empirical specification, parents are shown to report even higher prescribed beliefs than their 
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children, by 0.229 standard deviations in Column (3). The first three columns show that all of the 
results on homework beliefs are statistically significant, even after the addition of various control 
variables. 
When differentiating by mother and father, the results are similar. Fathers and mothers 
are likely to prescribe higher levels of beliefs for their children’s future homework assignments 
than their children. Column (4) shows that fathers report slightly higher levels of beliefs than 
mothers, at 0.185 standard deviations rather than 0.152 standard deviations. Mothers’ prescribed 
beliefs seem to be slightly more aligned with their children. Furthermore, adding the interaction 
variables between father and male and mother and male seem to have different results depending 
on whether it is the father or the mother being surveyed. For fathers, there does not seem to be a 
heterogeneous effect by gender, but with mothers, the results seem to be somewhat driven by 
beliefs for male children rather than female given that Column (6) shows a lower level of 
statistical significance for the mothers’ prescribed beliefs.  
Gap Between Prescribed Aspirations and Prescribed Beliefs for Homework 
	
The empirical specification to estimate the effects of parental involvement on their 
prescribed aspirations for their child on future homework assignments is the same as Equation 
(1). The dependent variable is (st_hwab)sgit , where (st_hwab)sgit is the standardization of the 
difference between homework aspirations and homework beliefs for children’s future test scores 
for child i in grade g in school (village) s for a specific time period t. The standardization was 
done by taking the difference between homework aspirations and homework beliefs (hwa – hwb) 
and standardizing the difference with respect to the comparison group. 
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The results are presented in Table 11. Overall, the results show that the gap between 
parents’ prescribed aspirations and prescribed beliefs for homework assignments is not 
significantly different from the gap given by children, so parents and children are somewhat 
aligned on the difference between their aspirations and beliefs for the assignments. This is in line 
with the results shown for the gap between test aspirations and test beliefs.  
One interesting thing to note from the results is that when differentiating by mother and 
father, using the model from Equation (2), and adding the interaction variables, mothers’ gap 
between prescribed aspirations and prescribed beliefs for homework assignments becomes 
statistically significant by 0.157 standard deviations. Mothers may be slightly more overly 
optimistic about their children’s homework outcomes than their children are. Furthermore, the 
coefficient for mothers is statistically different from the coefficient of fathers as shown by the p-
value of the difference in coefficients in Column (6), which is 0.0555. 
Realized Children’s Homework Scores 
	
In addition to measure effects of parental involvement on homework aspirations and 
homework beliefs, parental involvement can also be used to examine effects on realized 
children’s homework outcomes. Each homework assignment has three questions, so every score 
is a fraction out of 3 points that the child got correct on the assignment. The four possible score 
outcomes for the homework assignment are: 0% (0/3 points), 33.33% (1/3 points), 66.67% (2/3 
points), and 100% (3/3 points). The empirical specification to estimate the effects of parental 
involvement on their children’s realized homework score outcomes is the same as Equation (1). 
The dependent variable is (hw)sgit, which is the fraction (out of 3) points the child got correct on 
the last homework for child i in grade g in school (village) s for a specific time period t. The 
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same empirical specification was differentiated by mother and father to look at differences based 
on which parent was surveyed. These specifications utilize the same models as Equation (2).  
The results are presented in Table 12. The results in the first three columns show that 
parental involvement has no effect on children’s realized homework score outcomes. This is 
consistent with the main results that demonstrate the same lack of relationship between parental 
involvement and children’s realized test score outcomes. The only variable that appears to have a 
relationship with the children’s homework scores is the children’s pre-test score. This intuitively 
makes sense given that the smarter children are more likely to do better on their homework 
because they have a better understanding of the various concepts and have demonstrated past 
success in math.  
The results on the homework variable pose similar results to the gap between prescribed 
aspirations and beliefs when differentiating between mother and father. When the interaction 
variable between mother and male is added to the empirical specification in Column (6), 
mothers’ involvement does have a statistically significant impact on children’s realized 
homework scores. With the various control variables and the interaction variable in the 
specification, mothers are statistically likely to increase children’s realized homework scores by 
0.0379 percentage points out of 1. This is statistically distinct from the coefficient on fathers’ 
involvement with a p-value of 0.041 for the test on the difference in coefficients. Mothers seem 
to have a larger effect on children’s homework scores than fathers.  
Are the effects on the main outcomes likely to persist over time? 
	
Another mechanism worth exploring is whether the various effects on aspirations and 
beliefs persist over time. Parents can become more realistic as the learning camp goes on, and 
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this can reduce their level of aspirations with respect to their children. Conversely, parents can 
also become more involved and increase their level of aspirations with respect to their children. 
The learning camp took place over a course of seven weeks, so one of the ways to measure 
whether the effects persist or lose impact over time is to restrict the empirical specifications to 
halfway through the camp. This allows us to look more specifically at the second half of the 
learning camp and compare its effects with the overall results.  
This section looks at the three main aspiration and belief outcomes from Section V and 
examine any potential changes over time. The empirical specifications on test aspirations, test 
beliefs, and the gap between test aspirations and test beliefs remain the same in this section in all 
aspects except the newly added time restriction. The empirical specification restricts time periods 
to t > 3, so all of the data utilized to run the regression is from the second half of the learning 
camp, Weeks 4-7.  
The results are shown in Table 13. The first three columns present the results for test 
aspirations with the time restriction. The second three columns present the results for test beliefs 
with the time restriction. The last three columns present the results for the gap between test 
aspirations and test beliefs with the time restriction. Columns (1), (4), and (7) present coefficient 
estimates for the Parent variable. The other columns present coefficient estimates for the Father 
and Mother variables. All of the columns include control variables for pre-test score, dummy for 
whether or not the child was male, and a dummy for whether the aspirations question was asked 
first or second. Columns (1), (4), and (7) add an interaction variable between parent and male. 
Columns (3), (6), and (9) add two interaction variables: one between father and male and one 
between mother and male. 
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For test aspirations, the results do seem to persist over time and parents are likely to 
aspire more for their children’s test outcomes than their children. Column (1) shows that, with all 
of the control variables included in the specification, parents are likely to aspire more than their 
child by 0.131 standard deviations. Comparing this to the earlier results without the time 
restriction shows that the time restriction only makes a marginal difference, because the earlier 
results with all of the control variables demonstrate that parents are likely to aspire more by 
0.138 standard deviations.  
Both results are statistically significant at the same level, so the effect seems to persist 
over time and parents do not seem to become more aligned with their children in terms of 
aspirations as the learning camp goes on. This is also true when differentiating between mother 
and father. Mothers are likely to aspire more for their children, and this is at a higher significance 
level than fathers. Fathers are also more affected by the interaction variable, which is consistent 
with the main results. Even with the interaction variable between mother and male, mothers still 
prescribe higher levels of aspirations than their children by 0.197 standard deviations. 
For test beliefs, the results are very similar to the results without the time restriction. In 
the main results, parents are statistically significantly reporting higher levels of beliefs for their 
children’s test scores than their children until the interaction variable is added. The same effect 
happens with the time restriction, with parents only reporting higher test beliefs than their 
children by 0.0838, and this result is not statistically significant. Parents seem to continue to be 
aligned with their children in terms of what they believe the outcome of future tests will be. 
When exploring between whether there are differences between mothers and fathers, we 
see that mothers are more likely to prescribe higher beliefs for their children by 0.136 standard 
deviations, as shown in Column (5). However, this result does not persist once the interaction 
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variable between mother and male is added to the specification. Fathers appear to be more 
aligned with children in terms of their beliefs for future test scores as time goes on, with fathers 
only prescribing higher test beliefs by 0.088 standard deviations, as shown in Column (5). These 
results are consistent with the results shown in Section V without the time restriction, so parents 
exhibit similar behaviors when being asked aspiration and belief questions about their children 
regardless of how long the intervention/learning camp is. 
The last three columns look at the results for the gap between test aspirations and test 
beliefs, and we see that there is still no significant effect. The effects on parental involvement on 
the gap between test aspirations and test beliefs does not persist or change over time.  
Overall, the time restriction does not seem to significantly change the results found in the 
main outcomes. This suggests that the effects found in the original results do seem to persist over 
time, and they do not lose their significance during the duration of the learning camp. 
Conversely, parents are not more likely to become overly optimistic as time goes on. The 
parental intervention demonstrates the same levels of aspirations and beliefs at the beginning and 
at the end, and individual behavior does not change over time. 
 Parental Involvement at Home 
	
The above results all look at how outcomes can change when differentiating between 
whether the mother is surveyed and whether the father is surveyed. However, what those results 
do not look at is what actually happens after the parents are surveyed and how the intervention 
affects their individual behavior with their child at home. This section looks at how parents 
involve themselves in their children’s studies during the course of the learning camp. The next 
	 39 
results examine whether the parental intervention (via surveying them on various aspirations and 
outcomes) leads to more involvement at home in their children’s education. 
In order to measure parental involvement, a follow-up survey was conducted for the child 
to discuss how they studied at home and who was involved in the process. Specifically, the 
survey question we will be utilizing results from to examine parental involvement at home is 
about whether or not a family member asked them to study. Children were asked: 
1. “Did anyone in your family tell you to spend more time studying for the Math camp 
classes or tests?” 
2. “List members of your family who asked you to spend more time studying, starting with 
the person who asked you to do this the most number of times.” 
There were 10 possible responses for the family member’s relation to the respondent: 
Father, Mother, Sister, Brother, Uncle, Aunt, Grandfather, Grandmother, Other Relative (Male), 
and Other Relative (Female). In order to measure parental involvement at home, the empirical 
specification focuses on whether father or mother was in the top four responses for the second 
survey question above.  
The empirical specification to estimate the effects of parental involvement on whether or 
not a parent asked the child to study for the learning camp is the same as Equation (1). The 
dependent variable is (parent_mech)sgit, which is a dummy variable for whether or not the parent 
asked the child to study for child i in grade g in school (village) s for a specific time period t. 
Parent is a dummy variable for whether or not the parent was surveyed.  
The results are presented in Table 14. Whether or not the parent asked the child to study 
is defined as a dummy variable that displays 1 if mother or father was in the top four responses 
	 40 
to the second survey question. The first three columns give coefficient estimates for the parent 
dummy, and the second three columns give coefficient estimates for the mother and father 
dummies. Columns (2) and (5) include controls for pre-test score, a dummy for whether or not 
the child was male and a dummy for whether or not the aspirations question was asked first or 
second. Column (3) includes an interaction variable between parent and male in order to look at 
heterogeneous effects by gender. Column (6) includes two interaction variables, one between 
father and male and one between mother and male to look at heterogeneous effects by gender. 
The results demonstrate a few key findings. When parents are surveyed about their 
children’s educational outcomes, they are not statistically more likely to ask their child to study 
at home, as demonstrated by Column (1) and Column (2). However, after adding the interaction 
variable between parent and male in Column (3), parents become statistically more likely to ask 
their child to study. The coefficient for the interaction variable in Column (3) is –0.0823, so there 
does seem to be a heterogeneous effect on gender in favor of females. Parents seem to be more 
likely to ask their child to study after being surveyed when their child is female.  
When differentiating between fathers and mothers being surveyed, using the specification 
from Equation (2), the mother and father variables are defined differently from the earlier 
specifications. Mother is defined as a sum of the number of times the mother was surveyed for a 
particular child. Similarly, Father is defined as a sum for the number of times the father was 
surveyed. This was done to look at how the level of involvement corresponded with the level of 
involvement. This paper hypothesizes that the more a specific parent’s gender was surveyed, the 
more likely they are to be involved at home. 
The results show that when mothers are surveyed more often, a parent is more likely to 
ask their child to study, as demonstrated in Column (4). Similarly, when fathers are surveyed 
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more often, a parent is also more likely to ask their child to study. These effects persist after 
adding the various control variables, especially for mothers. After adding the interaction 
variables in Column (6), parents are still 2.65% more likely to ask their child to study when 
mothers are surveyed. Although this result is statistically significant at the 0.10 level, the 
coefficient is small.  
Mother’s Involvement at Home 
	
The above results are important for looking at parental involvement at home, but it is also 
useful to look at how mothers specifically are involved at home given that their responses on 
surveys are different from how fathers respond on the survey. In order to measure mother’s 
involvement at home, the empirical specification utilizes a dummy variable defined by whether 
or not “Mother” was one of the top four responses to the survey question dealing with whether a 
family member asked the child to study or not. In order to measure father’s involvement at home, 
the empirical specification creates the same dummy variable but is defined by whether or not 
“Father” was one of the top four responses.  
The empirical specification to estimate the effects of parental involvement on whether or 
not the mother asked the child to study for the learning camp is the same as Equation (1). The 
dependent variable is (mother_mech)sgit, which is a dummy variable for whether or not the 
mother asked the child to study for child i in grade g in school (village) s for a specific time 
period t. Parent is a dummy variable for whether or not the parent was surveyed. The results are 
presented in Table 15. Whether or not the parent asked the child to study is defined as a dummy 
variable that displays 1 if mother or father was in the top four responses to the second survey 
question.  
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The results show that, generally, when the parent is involved in the children’s education 
by being surveyed, mothers are not statistically more likely to ask their children to study. 
However, differentiating by father and mother leads to a very interesting result. When fathers are 
surveyed more times, mothers are significantly more likely to ask the child to study. In contrast, 
when mothers are surveyed more time, mothers are not significantly more likely to ask. This 
effect persists after the addition of the various control variables. Even with the interaction 
variable between father and male, mothers are 3.13% more likely to ask their child to study when 
fathers are surveyed more often. It is important to recognize that this relationship is not causal 
because whether or not the mother or father was surveyed was not randomized. 
Father’s Involvement at Home 
	
The empirical specification to estimate the effects of parental involvement on whether or 
not the father asked the child to study for the learning camp is the same as the empirical 
specification for whether or not the mother asked the child to study, with the key difference 
being that the dependent variable is now (father_mech)sgit. 
The results are presented in Table 16. The coefficient in the first column is not 
statistically significant, so when a parent is surveyed, the father is not statistically more likely to 
ask their child to study. These results do not change as more control variables are added to the 
empirical specification. However, the results start to change when the independent variable is 
differentiated between mother and father. When mothers are surveyed more often about their 
children’s outcomes, fathers are 5.67% more likely to ask their child to study at home. This 
coefficient is statistically significant from the coefficient on fathers being surveyed, as shown by 
the p-value of 0.0008 on the test on the difference in coefficients.  
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This result persists once the interaction variable is added in Column (6), and fathers are 
still 4.2% more likely to ask their child to study. The result in Column (6) is still statistically 
significant, so this suggests that there is no significant heterogeneous effect by gender. However, 
the most surprising result is that when fathers are surveyed, fathers are not more likely to ask 
their child to study. This is consistent with the previous result about how mothers are not more 
likely to ask their child to study when they are being surveyed. Both fathers and mothers seem to 
be passing the responsibility to the other parent when they are being surveyed. Once again, it is 
important to recognize that this relationship is not causal because whether or not the mother or 
father was surveyed was not randomized. 
One possible explanation for this result is that if the parent is available to be surveyed, 
then they may not have schedules that line up well with their children’s homework schedule. 
Therefore, it could be possible that the parent that was not surveyed more often was the parent 
that had a schedule more aligned with their child and could ask them to study more often. 
Another possible explanation is that parents pass off the responsibility to the other parent once 
they have been surveyed because they feel content with how involved they are. 
Parent’s Asset Level on Children’s Realized Test Scores 
	
 Section II discusses the relationship between asset level and parental involvement and 
ability to aspire. People who are below a certain level of income or wealth may not have access 
to the necessary resources to help their children improve in their education. An asset index was 
calculated for each household using the first principal component of a Principal-Component 
Analysis (PCA) to represent the household’s wealth level. To test this hypothesis, the same 
empirical specification as Equation (1) was run, restricted to parents with an asset index above -
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0.286. This asset index is the median asset level for the sample group. The dependent variable 
was the standardized child’s realized test score. 
 The results are shown in Table 17. Columns (1), (2), and (3) demonstrate that parents 
overall that come from a household (with an asset index larger than the sample’s median), do not 
significantly affect children’s realized test scores. However, when differentiating by father’s and 
mother’s involvement, it appears that mother’s involvement in such households does increase 
children’s test scores by 0.173 standard deviations, as shown in Column (4). After adding the 
various control variables and the interaction variables in Column (5), the result is smaller but still 
statistically significant. This suggests that there is a heterogeneous effect by gender, and the 
results from Column (4) and (5) are mainly true for male children.  
Parent’s Level of Education on Children’s Realized Test Scores 
	
 Even if parents aspire highly for their children, they may lack the necessary learning 
inputs to help their children improve their test scores. This is demonstrated by the earlier results 
in Section V where parental involvement did not have a significant effect on children’s realized 
test scores. Parents may want their children to do better, and they are not completely unrealistic 
given that their optimism and high beliefs don’t persist as much over time. Furthermore, parents 
try to get more involved at home by asking their children to study. All of this fails to translate to 
an improvement in test scores. 
 One explanation of this result is that more educated parents are able to help their children 
more than less educated parents because they have access to better learning inputs or more time 
to make a significant impact on their child’s test scores. To test this hypothesis, the same 
empirical specification from Equation (1) was conducted but with a restriction on the level of 
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education to look at the effect of more educated parents’ involvement on child’s test scores. The 
level of education was restricted to grade 5 or higher, to look specifically at parents who 
completed primary school.  
 The results are presented in Table 18. The first three columns demonstrate that parents 
who completed primary school do not have a significant effect on their children’s realized test 
scores. This is consistent with the results in Section V on parents overall not having an impact on 
test scores. When differentiating by the extent of mothers and fathers involvement, there 
does seem to be a significant relationship between their involvement and the child’s realized test 
score. For households where an adult male has completed primary schooling (this is almost 
always the father), the child’s test score is likely to be higher by 0.173 standard deviations as a 
result of mother being surveyed. The effects as a result of fathers involvement in such 
households are a little muted: in this case, the child’s test score is likely to be higher by 0.119 
standard deviations. These results are statistically significant, but become smaller and only 
persist for mothers  involvement when control variables are added to the empirical 
specification.  
VIII. Policy Implications 
	
The results present several policy implications for how to involve parents more 
effectively in their children’s education in developing countries. This paper presents an 
intervention that involves providing parents with information about their children’s previous test 
or homework results. Their children’s education standing is clearly more salient during this 
process, because the information is directly given to the parents before they are surveyed about 
aspirations and beliefs for future educational outcomes of their children. Given the results about 
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parents being more aspirational and more involved at home as a result of the intervention, there 
are potential benefits to keeping parents informed about their children’s education.  
Comparing the mechanism of this experiment to what other papers have done with 
providing parents with information is a good way to measure whether this method has 
implications for being able to scale up. Even though the intervention did not improve children's 
scores in this study, the intervention was still important to accurately measure differences 
between parents and children on their aspirations and beliefs. There are a couple potential issues 
to utilizing the experimental design that was implemented in this study. First, the design involved 
surveyors going to individual households to meet with family members and conduct the survey. 
This could be very costly to implement, both in money and time, and therefore, very difficult to 
scale up for an entire city, rather than focusing on smaller villages.  
One study tries to measure parental involvement in children’s education by implementing 
written surveys rather than oral surveys (Anderson & Minke, 2007). This would lower the cost of 
having multiple field surveyors go to various households and find family members who are 
available to be interviewed, because the survey could be filled out at the parents’ leisure. 
However, this method poses a separate problem because a written survey can only be filled out if 
the parents are sufficiently literate. If parents do not fill out the survey because they are not 
literate, it can be interpreted as those parents being less involved, which is not an entirely 
accurate representation of whether they want to be involved or not. 
Another study tries to utilize a strategy to provide parents with information by making 
parents feel like their involvement would be useful or needed. Deslandes and Bertrand (2005) 
measure whether parents become more involved through four different psychological models, 
and they find that parents are more likely to become involved with their children’s education at 
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home and at school when they perceive that their children and/or their children’s teachers want 
them to be involved. Perhaps what this paper’s model is missing is that parents do not feel like 
their involvement is necessarily impactful on their children, so they are not incentivized to keep 
participating in their children’s education at home. Furthermore, this study does not measure 
parent’s involvement with education at the school-level. 
Dizon-Ross (2018) also utilizes an experimental design that provides parents with 
information about their children’s academic performance in a way that report cards are not able 
to do. In this paper, surveyors talk through the report cards with the parents so that the 
information on the report card can be salient to the parents. This design is most similar to what 
was implemented at the learning camp, and could potentially be affected by the same drawbacks 
mentioned above about costs.  
One of the roadblocks to parents being involved with children is their asset level. Zhan 
(2005) shows that asset level is correlated to parents’ responses on their expectations for their 
children’s education. These expectations can potentially affect their children’s educational 
performance, as demonstrated by Zhan’s paper. Zhan’s paper utilizes their children’s responses 
to look at their parent’s involvement, which is similar to what this study does when conducting 
the survey after the learning camp is completed. However, a potential problem with this is that 
children may not accurately respond on how much their parents are involved. 
One of the reasons why parents’ involvement can be related to their asset levels or 
income is that they have less time to dedicate to their children’s education because they have to 
work on their job. There are a couple of potential information interventions for parents that 
future research could explore. One way is through sending text messages or e-mails to parents so 
that the children’s information is more easily accessible. Another way is through asking parents 
	 48 
to come to school to interact more with the school environment and work directly with the 
teachers. This would be a slightly different intervention from the one being explored in this 
study, so it can yield different effects than what this study finds. 
Even though parental involvement does not yield very significant results on children’s 
educational outcomes in this particular study, there are reasons why this could be the case. First, 
the learning camp is only over a course of seven weeks, so it is hard for parental involvement to 
be salient enough during that short of a time period for children or parents to change their 
behavior. Furthermore, there may be a steep learning curve to becoming more involved in their 
children’s education, and this takes longer than seven weeks. It is plausible that parents with 
higher literacy levels might be able to better help their children on their homework and tests.  
The results from Section VIII emphasize the importance of accessing learning inputs and 
community resources. Parents that come from high asset index households are better able to 
influence their children’s test scores. Similarly, parents that have completed primary school are 
able to make an impact on their children’s education. Both of these effects are driven primarily 
by mothers’ involvement in such households being effective in raising test scores. Therefore, 
there is some level of heterogeneity by wealth and education levels per household. This suggests 
that that the parents’ economic status (which is correlated with the education level of the adult 
male), interacted with mothers’ involvement can raise test scores for children.  
IX. Conclusion 
	
This paper looks at the effect of parental involvement, via an intervention in which they 
are given information about their children’s education outcomes, on parents’ aspirations and 
beliefs for their children. The paper finds that when parents are given the same level of 
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information about their children’s education as their child, parents are, on average, likely to 
aspire more for their child in future tests and assignments. Parents are also generally aligned with 
their children in their beliefs for how future tests and homework assignments will go. In general, 
parents show a higher level of optimism about their children’s education.  
This paper also yields important results about how mothers and fathers vary in their 
involvement. Mothers are likely to aspire higher for their children than fathers are. Mothers are 
also likely to predict higher results for their children than their fathers are. Mothers, overall, 
show a higher level of optimism about their children’s education than fathers. These results 
create a pathway for more research on how mothers can be better involved with their children’s 
education, because mothers seem to have a more significant impact.  
The paper suggests valuable information about higher levels of aspirations can lead to 
better outcomes for the education. This field of research has not been very explored, so these 
results are very important for looking at the link between how education is viewed and how 
education materializes. The paper also provides valuable information on how to best measure 
aspirations and intervene to give information to parents about their children’s education. 
Measuring aspirations is critical to looking at other potential outcomes from education, both 
short-term and long-term. 
However, parental involvement has less of an effect on children’s realized test scores. 
When parents are surveyed, children are not statistically more likely to score higher on future 
tests. The intervention of giving the parents previous test scores does not actualize into affecting 
future outcomes. One potential reason why parental involvement does not lead to changes in test 
scores is because of reasons mentioned before. For example, parents may not have the necessary 
literacy levels to be able to help their kids, even if they aspire very highly for them. Furthermore, 
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there may not be sufficient access to other learning resources that parents can send their children 
to if they are not able to help them by themselves. Even though the results demonstrate that 
parents want to help, parents do not seem to be an adequate substitute for other learning inputs in 
education. 
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